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Abstract
The purpose of the study was to take students from novices to Internet practitioners in a
minimal period of time. The study measured the effect of short-term training using the
Teaching of Procedural Knowledge Method. Forty undergraduate students enrolled in
two science education methods classes participated in the study. The design included a
pretest-posttest model using intact classes with treatment and comparison groups. The
data indicated that short-term training as provided by the Academic Seminar Training
Model was sufficient to change'students' behavior (p < .02), familiarity with six of seven
Internet terms (p < .001), and confidence level (p < .001) regarding the use of the

Internet.
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Procedural Knowledge Teaching Model:
Effects of Short-Term Internet Training on Preservice Teachers

The literature is replete with accounts of research that report on the use of
cognitive science methods in instruction (Bereiter & Bird, 1985; Brown, Bransford,
Ferrara & Campione, 1983; Brown, Collins & Duguid,1989; Brown, Collins & Holum,
1991; Bruer, 1993; Palincsar & Brown, 1984; Schoenfeld, 1985). Resnick (1987) states
research has located a psychological space in which educationally powerful effects seem
to occur, but it has not yet adequately explained what happens in space to produce the
effects” (p. 27). In this study the research was evaluated to identify cognitive strategies
and integrate them into a model for teaching procedural knowledge.

Recent educational and technological developments are challenging educators to
redefine traditional approaches to teaching and learning. Accordingly, new partnerships
are being formed between school practitioners and college faculty; and distance learning
programs are effectively removing miles between classmates. America's local schools are
becoming "global classrooms" (Morton & Mojkowski, 1991).

Today, more than 97% of American public schools have classroom computers,
and increasing numbers of schools are connecting to the Internet or "information |
superhighway" (Gallo & Horton, 1994; National Center for Education Statistics [NCES],
1995). As a result, a number of "innovative" educational approaches will become soon
commonplace. The success of each global classroom will be determined by the
navigating skills of the teacher (Gallo & Horton, 1994), but the majority of teacher
candidates feel unprepared to teach with computers (NCES, 1990), and few teacher
training programs are preparing future educators to effectively use the Internet to enrich
their classrooms and contribute to their own personal development (Honey & Henriquez,
1993).

Research on the impact of computer network training on preservice teacher

preparation has focused on the effects of computer access and usage, and students'
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attitudes (Delcourt & Kinzie, 1993; Farenga & Joyce, 1996¢; Hignite & Echternacht,
1992; Hunt & Bohlin, 1993; Sunal & Sunal, 1992). Findings suggest that developing
computer network skills increases communication, improves the quality of lesson plans,
and contributes to positive perceptions regarding the usefulness of the computer as a
teaching tool.

The method of developing computer network skills varies from study to study;
however, most programs include multiple training sessions. Factors such as students'
prior computer experience and interest, as well as time and resource constraints are all

critical when defining the effectiveness of the training model.

Our goal was to use cognitive strategies to teach procedural knowledge. To
accomplish this goal, a framework for designing an effective learning environment was
needed. Brown, Collins and Holum (1991) outlined the Principles for Designing
Cognitive Environments and the pedagogical strategies to address content, method,
sequencing, and social characteristics of the learning environment. Farenga and Joyce
(1996b) incorporate some of these cognitive strategies into the Procedural Knowledge
Teachi (PKTM). PKTM was constructed based on the research in cognitive
science to make visible to students how they think, remember and learn (Figure 1). An
objective of the model was to use activities to help students realize the similarities
between thinking and information processing (Bruer, 1993).

The study's focus was to teach the procedural knowledge required to navigate the
Internet. The goal was to take students from non-users to Internet-practitioners in a
minimal period of time. The learning environment caused us to deal with constraints on
time and computer resources, limited computer ability, and high levels of anxiety from
some of the participants. It was apparent that many people in the classroom were under
the same constraints as business professionals who deliver presentations. In a limited

time frame, business professionals need to introduce their product, demonstrate its

4
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abilities, and promote its effective use. To accomplish the task in the classroom, we
developed the Academic Seminar Training Activity (ASTA) (Farenga & Joyce, 1996a).
ASTA has three phases designed to guide learners through a hierarchy of skills ranging
from simple activities through complex tasks. To accommodate varying abilities among
students, the lessons started at a basic level and moved rapidly to keep interest levels
high.

The ASTA phases involve Direct Instruction, Guided Practice, and Open
Exploration. These phases parallel the networking pedagogy of Salomon and Perkins
(1996, p. 122). The instruction is designed to require students to make limited inferences
during the beginning stages of Direct Instruction and broader inferences during Open
Exploration. The importance of making inferences to the learning of procedural
knowledge should not be overlooked (Black, Carroll, & McGuigan, 1987). The
inferences bridge the phases that connect the learner to the steps in the instructional
process and to the formation and internalization of procedural knowledge. As the level of
inferences is increased at each step, the learner is-required to develop broader concepts
and greater understanding of the topic. When combined, the concepts should help the
learner form a mental model of the system. In the Open Exploration phase, a stronger
conceptual basis should allow students to engage in topics more advanced than those
pursued in the Direct Instruction phase.

Phase 1

Phase I begins with a global overview of the procedures and their relationship to
the lesson's objective. A terse overview should provide students with the raw material to
begin making inferences about how pieces of the task fit together. The seminar leader's
outline creates an anticipatory set to raise the cognitive awareness of the students.

Direct Instruction is delivered by Interpretive Teaching (Farenga & Joyce, 1996a,
1996b). Interpretive Teaching is a form of apprenticeship that is a combination of

modeling and coaching. A student is selected to model the process by following the
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explicit-directions of the instructor. At this phase, the instructor coaches the student
through the activity. Learning is primarily didactic as students are given the minimal
facts to perform the steps needed to complete the activity and foster an understanding of
the procedural knowledge. It has been suggested that learning is facilitated when highly
contextualized vocabulary and facts are situated in an authentic activity (Brown, Collins
& Duguid,1989; Vygotsky, 1962). The purpose of this phase is to convey the tacit
knowledge required to start the activity, to control the rate instruction, and to allow the
teacher to monitor student activity.

Phase I1

The objective of the second phase is to provide the learner with increased support
to work independently through Guided Practice (Palincsar & Brown, 1984). Guided
Practice that manifests apprenticeship techniques such as scaffolding, articulation, and
coaching is used to promote the development of expertise. During this phase, a parallel
teaching situation is created whereby the students are replicating the actions from the
Interpretive Teaching process. The parallel teaching process enables the student to
progress from novice to practitioner. The second phase of PKTM is based on Vygotsky's
zone of proximal development (1978), that is, what a student can do with aid of a seminar
leader, he can be taught without assistance.

A social learning climate is created by students exchanging ideas, asking
questions, and developing and editing concepts that are being formed in the social arena
of the classroom. At this juncture, the construction of knowledge and understanding
emerges from patterns of social interaction by and among individuals. Salomon and
Perkins (1 9§6) describe these phenomena as social interaction and social distribution of
knowledge construction. In general, social interaction and social distribution of
knowledge are derived from a Vygotskian conception of sociocultural learning and
development. Vygotsky outlined both a weak and strong version of learning in social

situations. In the weak version, learning is socially facilitated and the learning product
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becomes the property of the individual. In contrast, the strong version distributes the
learning product not only within the individual's mind, but also among group members,
thereby creating a social system where achievements become joint property of the
individual and the group. Itis crucial at this time for the teacher to monitor students'
conversations and to ensure proper acquisition of the procedures being taught.

The emphasis is to help students focus their observations as experts would and to
gain conscious access of their own problem-solving strategies when making inferences.
By the end of the second phase, responsibility for the learning should be shifting from
teacher to student.

Phase 111

The objective of the third phase is to empower the learner through the use of Open
Exploration. The students are encouraged to engage in inquiry-based activities by posing
and solving their own problems. Students who are able to complete this stage of the
activity are displaying performances of understanding as suggested by Salomon and
Perkins (1996). In this phase, the instructor should be engaged in related activities
allowing the students to observe and model her behavior while serving as a resource to
the class.

Throughout the three phases of the model, making inferences is essential to
understanding the task. In the initial phases (I & II), the learner is required to make
inferences regarding the organization and function of the concept being taught. In the
terminal phase (III), the learner should be able to develop a mental model of the
procedural knowledge acquired and inference strategies to complete other relevant
activities. At each phase, students are encouraged to reflect on the completed activity--
how it can be used, and modified to be a better fit for their needs.

Method
Subjects
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The sample of 40 undergraduate presérvice teachers was selected from two
science education methods classes. Both classes were taught by the same science
education professor. All students were preparing to teach at the preschool (7%), lower
elementary (68%) or upper elementary (24%) level. Their prior knowledge of the
Internet was minimal as indicated by the presurvey data. Ninety-three percent of the
students had no previous experience on the Internet.

Instrument

A pre-/post-questionnaire was developed to measure students' levels of interest in
educational resources on the Internet, and levels of familiarity with Internet features.
Students' ratings of interest and familiarity were based on a five-point Likert-type scale.
The questionnaire also measured students' access and usage of the World Wide Web
(WWW) and e-mail, and previous Internet training. An open-ended item allowed
students to describe how they would use the Internet in their classrooms and lesson plans.
In the post-questionnaire, students rated their levels of confidence in using the WWW in
lesson planning.

Procedure

The Internet questionnaire was administered to both groups at the beginning of
the semester. Upon completion of the questionnaire, all students were given an Internet
instructional guide which included a conceptual outline of Internet functions, step-by-step
procedures for accessing the WWW and e-mail, and support material (e.g., article
reprints, WWW site listings, e-mail "netiquette", etc.).

In addition to receiving the instructional guide, the treatment group participated in

a one-session I I raini ivity for Internet instruction conducted by

two seminar leaders. The structure of the seminar followed the three-phase approach

outlined in the Procedural Knowledge Teaching Model.
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In Phase I (approximately one hour), the seminar leaders provided an overview of
the lesson, introduced Internet vocabulary, and outlined specific steps for operating the
computer, sending and receiving e-mail, and accessing the WWW via Netscape.

During this phase of instruction, a student was selected to work at the main
computer console. The student, following the explicit directions of the seminar leaders,
modeled the activity which was projected on a screen at the front of the classroom. The
Interpretive Teaching approach allowed all students to view the activity while paralleling
the process at their computer stations.

In Phase II (approximately one hour), the seminar leaders instructed students in
accessing three science-related Web sites: (1) The Exploratorium in San Francisco
(www.exploratorium.edu), (2) NASA Spacelink (spacelink.msfc.nasa.gov), and (3) The
Weather Unit (faldo.atmos.uiuc.edw/ WEATHER/weather.html). After exploring the three
Web sites and discussing the relationship of these sites to classroom activities, students
were directed to the listing of WWW addresses and were encouraged to investigate
additional science sites.

During the final phase (approximately 45 minutes), students were allowed to craft
their own inquiries and conduct self-directed searches on the WWW. The seminar
leaders were involved in their own Internet activities serving as models and resource
agents for the students.

Seven weeks after the instructional seminar, the post-questionnaire was
administered to the treatment and control groups. The interest, familiarity, and
confidence level data were analyzed using t-tests for independent samples. Data
regarding frequency of e-mail and WWW usage were analyzed for the treatment and
control groups using chi-square. Descriptive statistical profiles were developed based on
open-ended response data of how students might use the Internet in their future teaching
assignments.

Results

10
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Pre-Treatment

Level of interest. The results of the preliminary questionnaire indicated that there
were no significant differences in the interest levels of the treatment and control groups
(Table 1). Students expressed strong interest in all of the listed Internet resources.
However, the resources in which the students expressed the highest levels of interest were
sites which would supply them with specific information, such as lesson plans, data
sources, and information searches. Opportunities to communicate with others--

connections with other teachers, classrooms and colleges--were rated somewhat lower.

Table 1
- o i Resourc S
Treatment Control
(n=21) (=19
Resource M SD M SD  t-value p
Lesson Plans 4.81 51 4.79 42 13 .89
Data Sources 4.76 54 458 .61 1.01 32
Information Searches 4.71 46 479 42 -.54 .59
Communicate w/ Teachers 4.43 1.08 4.58 .69 -.52 .61
Connect w/ Classrooms 443 98 4.32 1.00 36 72
Connect w/ Colleges 414 115 384 1.17 .82 42
Level of familiarity. Although the students reported high levels of interest in the

Internet, levels of familiarity with the Internet were equally low for both the treatment
and control groups (Table 2). With the exception of e-mail and World Wide Web,
students reported little if any familiarity with Internet features--listserv, http, homepage,

search engines and Web sites.

11
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Table 2
- f iliari i e Treatment DS
Treatment Control
(n=21) n=19)

Resource M SD M SD  t-value o)
E-mail 262 150 258 131 .09 .93
Listserv 1.29 90 1.11 32 .83 41
World Wide Web 219 147 195 1.08 .59 .56
http 1.29 90 142 .84 -49 .63
Homepage 129 64 1.32 75 -.14 .89
Search Engines 1.05 22 1.11 32 -.68 .50
Web Sites 1.86 124 1.37 .76 1.49 15

Use of e-mail and WWW. When asked about using e-mail and WWW, there were
no significant differences in usage levels for both groups (Tables 3 & 4). Seventy-one
percent of the treatment students and 70% of the control students reported that they never
used e-mail (p = .84). The majority of students (71% treatment and 80% control)

reported that they had never accessed the WWW (p =.57).

12
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Table 3
e-usage of E-mai I
Use of E-mail
More than
Never Weekly Weekly
Treatment Group 15 4 : 2
71% 19% 10%
Control Group 14 3 3
70% 15% 15%
chi-square = .35,df=2,p= .84
Table 4
e-Usage r ide We tment and Control Gro
Use of WWW
More than
Never Weekly Weekly
Treatment Group 15 5 1
71% 24% 5%
Control Group 16 4 0
80% 20% 0%

chi-square = 1.12,df =2, p=.57

13
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Post-Treatment

Level of interest. A comparison of the post-questionnaire results showed no
significant differences in levels of interest in Internet resources for the treatment and
control groups (Table 5). Information sources, as opposed to connections with teachers,

classrooms or colleges, remained the areas of greatest interest to students.

Table 5
Post- 1 Interest i e trol
Treatment Control
(n=21) n=19)
Resource M SD M SD  t-value p
Lesson Plans 4.80 .52 4.61 .70 .95 35
Data Sources 4.70 47  4.61 .50 .56 .58
Information Searches 4.60 .60 4.39 .85 .89 38
Communicate w/ Teachers 4.15 1.04 4.50 62 -1.24 22
Connect w/ Classrooms 4.15 1.09 4.56 86 -1.27 21
Connect w/ Colleges 385 1.18 417 1.04 -87 .39
Level of familiarity. When levels of familiarity with Internet features were

evaluated for both groups, treatment subjects' ratings documented significantly higher
levels of awareness regarding nearly all of the Internet features (p<.001) with the
exception of search engines (Table 6). Since students were introduced to a single search
engine (Yahoo) during the instructional seminar, it appears that they had insufficient

information and experience to generalize regarding other search engines.

14
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Table 6

Treatment Control

@=21) (0=19)

Resource M SO M SD t-value p

E-mail ' 405 1.10 263 1.38 3.56 .001
Listserv 2.10 1.12 1.05 23 4.00 .000
World Wide Web 400 1.03 206 1.21 5.36 .000
http 400 1.17 133 .59 8.71 .000
Homepage 315 1.66 122 55 4.69 .000
Search Engines 215 131 1.67 235 79 433
Web Sites 3.7 1.16 156 .98 6.24 .000

Use of e-mail and WWW., As seen in Table 7, following the treatment, the pattern
of e-mail use was significantly different for the two groups (p =.01). Approximately,
60% of the treatment group used e-mail on a weekly or more frequent basis as compared
to 21% of the control group.

The findings displayed in Table 8 document that post-treatment WWW activity
differed significantly by group (p =.02). Sixty-five percent of the treatment students

accessed the WWW at least weekly as compared to only 21% of the control group.

15
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Table 7
- e -mai T e
Use of E-mail
More than
Never Weekly Weekly

Treatment Group 8 9 3

40% 45% 15%
Control Group 14 3 3

79% 5% 16%

chi-square = 8.51, df =2, p = .01

Table 8§

Use of WWW
More than
Never Weekly Weekly

Treatment Group 7 9 4

35% 45% 20%
Control Group 15 3 1

79% 16% 5%
chi-square = 7.69, df =2, p=.02

Confidence levels. When asked to rate their ability to use the WWW in lesson

planning, treatment students were significantly more confident than control students (p =

16
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.000). These findings suggest that the short-term treatment actually translates knowledge

into the action of incorporating the WWW into classroom practice.

Table 9
Using WW in i ment vs. Control
Groups
Treatment Control
(n=20) n=19)
Resource M SD M SD  t-value o)
Confidence Level 340 123 142 .61 6.31 .000

Future use. The open-ended items elicited multiple responses regarding how
students might use the Internet. The activities were broadly categorized as accessing
information to enhance teaching effectiveness and communication with others. The
responses paralleled pre-treatment interest expressed in Table 1. That is, the majority of
treatment students would use the Internet to access lesson plans (62%) and research on
teaching (38%). In contrast, only 16% of the control group plan to access lessons or
research. Communication with others was of secondary interest to both groups (Table
10). Many more control group students felt unsure (21%) or unable to respond (32%)

regarding how they might use the Internet as compared to the treatment group (10%).

17
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Table 10
Future Use of the Internet by Treatment vs. Control Groups

Treatment Control
(n=21) (n=19)

Use Percentage = Percentage

Access Information

Lessons Plans 62% 16%

Research on Teaching 38% 16%
Communication

Teacher to Teacher 33% 21%

Student to Student 19% 11%

Students to Field Professional 19% 11%

Teacher to Field Professional 0% 5%
Other

Unsure/Not Enough Information 0% 21%

No Response 10% 32%

Note. Totals do not equal 100% due to multiple responses.

Discussion
The data indicate that short-term training as provided by the Academic Seminar
[raining Mode] was sufficient to change students' behavior and confidence levels
regarding the use of the Internet. These findings Question our previous study of multi-
session Internet training (Farenga & Joyce, 1996¢). However, the results mirror the
outcomes reported by Black et al. (1987) on determining effective minimal instruction.
Black et al. found that the use of inferences and edited procedures increased the

acquisition of procedural knowledge.

18
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At the heart of the issue is the independent variable of amount of time necessary
to train students to use the Internet as a productive tool. In general, the more speed and
accuracy with which the skill or procedure can be performed, the freer students are to
devote the limited capacity of their short-term memory to deal with other issues (Gagne,
1985; Miller, 1956). In reexamining our task, it appears that it is not only a matter of
time, but also the structure of realistic tasks within the time frame. For us, this meant that
the task needed to be situated in an authentic learning activity in which the students
anticipated learning a skill which would enhance their teaching performance.

An interpretation of the findings indicates that interest does not automatically
provide sufficient motivation to be translated into action. A broader implication of these
findings suggests that methods of instruction which are not structured or embedded in
authentic learning situations may be inadequate to empower students to convert their
interests--no matter how strong--into knowledge. In this study, ASTA was demonstrated
to be an effective means of activating and converting interests into performances of
understanding (Salomon & Perkins, 1996).

The findings in Phase I suggest that knowledge which is connected and
specialized to its context of action is more likely to be acquired. This occurred in our
model for the treatment group which displayed higher levels of familiarity with the
features of the Internet. The study's findings parallel the work of Brown et al. (1989) and
Vygotsky (1962) which documents that learning is facilitated when highly contextualized
vocabulary and facts are situated in an authentic activity. Further, Brown et al. assert
"learning and acting are interestingly indistinct being a continuous life-long process
resulting from acting in situations" (p. 33).

A secondary outcome of parallel teaching was a mitigation of students' anxiety
levels toward the computer. This permits the student to concentrate on the strategies
being taught. Present research has not identified the manner in which cognitive strategies

affect instruction as suggested by Resnick (1987).

18
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In Phase II, the realistic task involved navigating the WWW to visit science-
related Web sites. At this stage, the students began to assume additional responsibility
for learning while making inferences regarding Web site information and its practicality
to teaching. Students were also determining the protocol to retrieve data as evidenced by
down-loading lesson plans. During the latter part of Phase II and into Phase III, they
cooperatively exchanged WWW-based lesson plans and discussed their possible
implementation and integration into a science teaching unit. At this point, the dynamic
exchange of ideas among students created a synergistic atmosphere suggested by
Vygotskian theory of "activity" and as identified by the Activity-Oriented Model of
instruction of Rubtsov and Margolis (1996).

In Phase III, treatment students reported significantly higher levels of e-mail and
WWW usage. These findings concur with those of heightened confidence levels
regarding the integration of the WWW into classroom instruction. At this stage, students
were gradually assuming primary responsibility for learning and showing greater
understanding of the Internet schema.

Post-treatment perceptions of Internet use clustered around obtaining lesson plans
and gathering information regarding effective teaching methods. To a lesser extent,
students predicted that they would use the Internet as a specific learning medium for
communication. This approach to the Internet may reflect an extrinsic motivation on the
part of the student--"what's in it for me".

This study raises some critical issues for future research:

1. Examining the use of the Procedural Knowledge Teaching Model (PKTM) in
other areas of instruction;

2. Questioning the effectiveness of long-term, non-integrated Internet instruction;

. 3. Evaluating the importance of situated cognition and inferential progression at

specific stages of instruction; and

20
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4. Using the Academic Seminar Training Activity (ASTA) in other academic and

non-academic environments.

21
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Figure Caption
Figure 1. Procedural Knowledge Teaching Model.




0~5UA4L-
U.S. Department of Education E n I c
Office of Educational Research and Improvement (OERI)
Educational Resources Information Center (ERIC) :

REPRODUCTION RELEASE

(Specitic Document)

Il. DOCUMENT IDENTIFICATION:

Ttle:  ProcepuraL KNowLEDGE TEACHING MoDEL ¢ EFFECTS 0F SHorRT-TE RM
INTERNET TRAINING ON TPRESERVICE TEACHRERS

Author(s): StePHEN J, FARENGA § Beverwy A. Joyce

Corporate Source: PAPEQ— F’RESENTED AT THE WORLD CONFERENCE Publication Date:
ON EDuCATIONAL MULTIMEDIA AND HYPERMEDIA OF The JUNE 1F-22 1996
AssoclATIoN For THE ADVANCEMENT oF CoMPUTING (N E DU cATION !

Il. REPRODUCTION RELEASE: BostoN, MA

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced
in the monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced
paper copy, and slectronic/optical media, and sold through the ERIC Document Reproduction Service (EDRS) or other ERIC vendors. Credit is
given to the source of each document, and, if reproduction release is granted, one of the following notices is alfixed to the document.

It permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following two options and sign at
the bottom of the page.

The sample sticker shown below will be The sample sticker shown below will be
affixed to all Level 1 documents affixed to all Level 2 documents
PERMISSION TO REPRODUCE AND PERMISSION TO REPRODUCE AND
VS DISSEMINATE THIS MATERIAL DISSEMINATE THiS 'S
- HAS BEEN GRANTED BY MATERIAL IN OTHER THAN PAPER -
- COPY HAS BEEN GRANTED BY =
Check here X ® Check here
For Level 1 Release: @Q\ For Level 2 Release:
Permitting reproduction in (‘O'b %'b- Permitting reproduction in
microfiche (4° x 6° film) or microfiche (4° x 6° film) or
other ERIC archival media TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES |  other ERIC archival media
(8.g.. slectronic or optical) INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC) (e.g.. slectronic or optical),
=ad paper =opy. L | ’ but notin paper copy.
Level 1 Level 2

Documents will be processed as indicated provided reproduction quality permits. If permission
to reproduce is granted, but neither box is checked, documents will be procaessed at Level 1.

“I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate
this documaent as indicated above. Reproduction from the ERIC microfiche or elactronic/oplical media by persons other than
ERIC a y86s and its system contractors requires permission from the copyright holder. Excaption is made for non-profft
mpr% by libraries and other service agencies to salisfy information needs of educators in response to discrete inquiries.*

° 2

Sign [Signaturg; Printed Name/Position/Tite:
A e | e Farsssons
AOrgantzation/hddrass ZTTEEET Telephone: ™ ™ FFAX:
.Dov\lL.mg;‘:i CoLLe N (5le) %1_530325 {(516) 244 -5036
l: \I)C %HOOEOFR‘%UVCAHO E-Mail Address: , ‘Date:
— DLE Hov LVD certa@gramercy, 10S.¢om
3 OAKDALE, NY HF69-1999 Joyceb@dowling, edo 2’/319;




Share Your Ideas With Colleagues Around the World

Submit your publications to the world's largest educatlon-related database,
and let ERIC work for you.

The Educational Resources Information Center (ERIC) is an international resource funded by the U.S.
Department of Education. The ERIC database contains over 820,000 records of conference papers, joumal

articles, books, reports and non-print materials of interest to educators at all levels. Your publications can
be among those indexed and described in the database,

Why submit materials to ERIC?

*  Visibility. Items included in the ERIC database are announced to educators around the world through
over 2,000 organizations receiving e absract journal Kesources in Education (RIE); through access to
ERIC on CD-ROM at most academic libraries and many local libraries: and through online searches of
the database via the Internet or through commercial vendors.

+ Dissemination. If a reproduction release is
database are reproduced on microfiche and dis
allows users to review materials on microfich

provided to the ERIC system, docurhents included in the
tributed to over 900 information centers worldwide. This
e readers before purchasing paper copies or originals.

* Retrievability. This is probably the most important service ERIC can provide to authors in
education. The bibliographic descriptions developed by the ERIC system are retrievable by electronic
searching of the database. Thousands of users worldwide regularly search the ERIC database to find
materials specifically suitable to a particular research agenda, topic, grade level, curriculum, or
educational setting. Users who find materials by searching the ERIC database have particular needs and

will likely consider obtaining and using items described in the output obtained from a structured search
of the database.

Always "In Print"., ERIC maintains a master microfic
"on-demand"” basis. This means that doc
and never go "out of print". Persons req
to ERIC, relieving the original produce
copies are exhausted.

he from which copies can be made on an
uments archived by the ERIC system are constantly available
uesting material from the original source can always be referred
r of an ongoing distribution burden when the stocks of printed

S0, how do I submit materials?

. O Aamnlaees ~ PPL N

-Ompicic and submiit e enclosed Reproduction Keiease form. You have three options when
completing this form: If you wish to allow ERIC to make microfiche and paper copies of print
materials, check the box on the left side of the page and provide the signature and contact information
requested. If you want ERIC to provide only microfiche copies of print materials, check the box on the
right side of the page and provide the requested signature and contact information. If you are
submitting non-print items or wish ERIC to only describe and announce your materials, without
providing reproductions of any lype, complete the back page of the form.

*  Submit the completed release along with two copies of the document being submitted. There must be

a separate release form for each item submitted. Mail all materials to the attention of Niqui Beckrum at
the address indicated.

For further information, contact... Niqui Beckrum 1-800-276-0462 -
Database Coordinator (614) 292-6717
ERIC/CSMEE (614) 292-0263 (Fax)
1929 Kenny Road beckrum.1@osu.edy (e-mail)

Columbus, OH 43210-1080




